Introduction
The transfer of learning has attracted significant attention in recent years with Blume et al. (2010) noting inconsistencies in findings and empirical approach. Existing studies predominantly focus on measuring the tangible returns of corporate training as learners translate their acquired skills and knowledge back to their job roles; in addition to clarifying factors which influence the transfer process. Studies typically identify learner, learning program, and workplace characteristics as the main determinants of transfer; producing a range of training transfer models (see Kirwan and Birchall, 2006; Leberman, McDonald, and Doyle 2006) . Derived from these are recommended strategies for human resource (HR) professionals on recruitment, learning program delivery, and job design; each aiming to yield greater returns on the acquisition, retention and transfer of skills in the workplace.
There has been far less attention to the transition of graduate skills and knowledge from university to the workplace, with only a limited number of relevant studies (Ettington and Camp 2002 ; see Leberman et al. 2006 ). It appears that skill transfer is either assumed by key stakeholders in undergraduate education (Leveson 2000) or educators have assigned this challenging area of learning theory (Hakel and Halpern 2005) to the proverbial 'too hard basket'. Given the global spotlight on graduate employability and industry expectations of their ability to perform immediately in roles across different sectors and organisation types, the lack of interest in graduate transfer is surprising. Prominent graduate employability models (Dacre-Pool and Sewell 2007; Yorke and Knight 2004) typically focus on the development of certain non-technical, or employability, skills to achieve graduates workreadiness. Initiatives for skill development in higher education largely focus on embedding skill outcomes into core curricula and improving access to service and work-integrated learning. Although the skills agenda in higher education may be considered political (Young 2009 ) and is resisted by some educators (Pegg, Waldock, Hendy-Isaac and Lawton 2012) , it continues to gain momentum on the back of industry calls for high performing graduates who are equipped with skills and knowledge beyond disciplinary expertise.
Persistent industry criticism of higher education efforts in producing work-ready graduates and evidence of poor performance in certain employability skills in some developed economies (see Jackson and Chapman 2012a) urge empirical examination of skill transfer in graduates. Some may attribute industry dissatisfaction with graduate skills to a disparity in educator and professional practitioner understanding of precisely which skills are important, to what standard, and resulting differences in those developed in core curricula to those required for professional practice (Jackson, Sibson and Riebe 2013) . Documented deficiencies may, however, be at least partially caused by graduate inability to transfer acquired skills and knowledge to application contexts beyond the university classroom.
Learning transfer
Learning transfer is the transition of acquired skills and knowledge across different contexts.
Near transfer is where the context in which skills and knowledge were acquired is similar to that in which they will be applied. Far transfer concerns the transition of skills and knowledge across different contexts (see Barnett and Ceci 2002) . As the workplace and university classroom are culturally unique (see Candy and Crebert 1991) , graduate transfer forms an acute example of far transfer. Given the complexities of employability skills and the nature of typical workplace tasks, graduate transfer is a form of 'high road' or 'mindful' transfer (see Leberman et al. 2006) which is not automatic and requires conscious effort.
Existing models broadly identify three domains -learner, learning program, and workplace characteristics -which influence an individual's ability to transfer across contexts (see Kirwan and Birchall 2006) . The difficulties in measuring transfer are widely acknowledged (Taylor, Russ-Eft and Taylor 2009 ) and impact profoundly on our understanding of the actual transfer process (Hakel and Halpern 2005) . Theories on how transfer occurs fall into two broad categories: those focusing on the role of cognitive processes and what is 'transferred out' of a learning context, and those concentrating on the learner 'transferring in' an aptitude and ability to problem solve, make connections with prior learning, and manage the changes presented by different application contexts (see Jackson and Hancock 2010) .
Developing a clear understanding of what determines transfer forms an initial, and highly beneficial, step in unpacking this complex area of learning theory. It will assist in identifying collaborative strategies for managing determinants of transfer to enhance work-readiness and workplace performance (Jackson and Hancock 2010) . Poor performance is particularly evident in graduate ability to communicate and problem solve (Hancock et al. 2009 ) and in their customer awareness, cultural understanding, and self-management skills (Confederation of British Industry [CBI] 2011). Nurturing learning within organisations is vital for staff recruitment and retention; change management cultures and nurturing effective leaders and promotes organisational excellence by strengthening staff skill profiles (Holton and Baldwin 2003) . In addition to easing skill deficiencies and enhancing productivity and competitiveness, it may curb industry dissatisfaction with higher education skill outcomes and augment graduate personal satisfaction and career progression.
The study aims to enhance our understanding of those factors which influence the transfer of skills from the university classroom to the workplace. It tests a proposed model of skill transfer by investigating the transition of oral communication skills in business graduates from all 39 Australian universities to a range of different work environments. Business graduates were selected due to ongoing concerns for their work readiness in developed economies (see David and David 2010) and oral communication, a critical skill and the most examined in the graduate selection process (Australian Association of Graduate Employers
[AAGE] 2011), due to consistent disparities between higher education provision and industry expectations (Australian Industry Group 2008; Hancock et al. 2009) . The model will identify intervention strategies for enhancing skill transfer and provide a tool for comparing graduate skill application and performance in different work areas. This study will be of interest to other culturally-similar developed economies, such as North America, New Zealand and parts of Europe, which have similar documented gaps in oral communication skills (CBI 2011; Milner 2007; Hart Research Associates 2006) .
The research objectives are: (i) to investigate whether graduates show significant differences in their ability to apply oral communication skills at-and post-graduation and identify any variations by demographic and/or work background characteristics (ii) to test the proposed model and assess whether -and to what extent -learner, learning program and workplace characteristics influence graduate skill transfer; and (iii) to recommend stakeholder strategies on enhancing graduate skill transfer. The paper is structured to first present a proposed model of graduate transfer based on existing literature, followed by an outline of methodology and a discussion of findings and implications for stakeholder groups.
Proposed model of graduate transfer
Figure 1 presents the proposed model of skill transfer. It derives from extant literature and hypothesises that graduate skill transfer is a function of learner, program and workplace characteristics. Only a brief discussion of each domain is provided, see integrative literature reviews for more detail (Blume et al. 2010; Burke and Hutchins 2007) , as the focus is more on departure points from existing models when adapting to the graduate context.
Learner characteristics
Personality disposition significantly influences learning transfer (Herold et al. 2002) .
Particularly relevant are the individuals' willingness to take risks (Bereiter 1995) , self-esteem (see Lim and Morris 2006) , self-confidence in learning and applying skills and knowledge (Kirwan and Birchall 2006) and cognitive ability (see Burke and Hutchins 2007) . Further is their motivation to learn (Holton, Chen, and Naquin 2003) , influenced by personality (Warr, Allan, and Birdi 1999) , clear expectations of learning outcomes (Kirwan 2009 ), locus of control (Colquitt, LePine and Noe 2000) and perceptions of workplace support (Austin et al. 2006 ).
Although Noe (2000) argues personality characteristics should be omitted from transfer models as it cannot be collaboratively altered by stakeholders, some believe personality is malleable during university years (see Villar and Albertin 2010) . Although receiving comparatively little attention in existing transfer models (see Herold et al. 2002) , learner characteristics feature in the model due to their documented importance (see Burke and Hutchins 2007) . Here, the Big Five personality dimensions of 'Openness', 'Extraversion', 'Emotional Stability', 'Conscientiousness' and 'Agreeableness', in addition to the background factor of related work experience (Lim and Johnson 2002) , are deemed to adequately capture the learner characteristics domain.
Two factors from existing training transfer models are excluded. First is learner's appreciation of transfer; their understanding of the concept and principles of transfer (Haskell 2001) . This is considered more a strategy, within the learning program characteristics domain, for enhancing transfer by adopting a process-oriented approach to undergraduate skill development where students explicitly understand the importance of learning how to acquire and apply certain skills rather than simply achieving performance outcomes. Second, prior learning (Hakel and Halpern 2005) is not included in the model as this is assured by undergraduate program prerequisites.
Learning program characteristics
The graduate model highlights the importance of developing learning scenarios which are similar to the workplace context (Burke and Hutchins 2007) and teaching general theories and principles on the given skill/disciplinary area, or abstract rules (Billing 2007) , to better enable graduates to generalise their learning to other scenarios (Ettington and Camp 2002) . Here educators should make content more relevant, using applied projects and experimental learning, yet ensure students understand the general principles behind the skills they are developing. Further, reinforcing the relevance of targeted skills (Kirwan 2009 ) is important as perceived usefulness for attaining career goals (Lim and Morris 2006) and learner perceptions of opportunities for using skills (Chiaburu and Lindsay 2008) are critical to motivation for transfer.
Further, defining and reviewing learning goals and objectives is pivotal to motivation, skill mastery and transfer (Chiaburu and Marinova 2005) , as is collaborative learning which integrates significant opportunities for practice and feedback (Ettington and Camp 2002; Hakel and Halpern 2005) and actively engaged learners (Billing 2007; Burke and Hutchins 2008) . This is related to fostering learning with understanding to avoid rote learning, particularly unsuited to skill development and subsequent transfer, and allowing the learner sufficient time to absorb material (see Barnett and Ceci 2002) . Finally, reflection is a powerful tool for achieving transfer (Burke and Saks 2009) as it enables learners to recognise differences in application and adjust their responses accordingly (Bransford and Schwartz 1999) .
Certain program design characteristics identified in training literature are excluded from the model as they pertain to near transfer scenarios. Undergraduates -particularly those in the early stages of study -are often unfamiliar with their skills application context, unlike corporate learners. Examples are emphasizing greater specificity in the application of the learning content to a particular job role and the procedural nature of the trainees' tasks when instructing (Clark and Voogel 1985) and conducting training needs analysis prior to learning (Swanson 2003) . Further, certain factors cannot be easily quantified in undergraduate programs, key examples being trainer attributes (Burke and Hutchins 2008) ; learning whole tasks rather than component skills in isolation (Anderson, Reder, and Simon 1996) ; and accounting for cultural differences through diverse teaching strategies (Lim 1999) .
Workplace characteristics
Learner perceptions of the work environment, such as the extent to which they believe it is supportive (see Chiaburu, Van Dam and Hutchins 2010) and the importance assigned to learning and innovation (see Austin et al. 2006; Awoniyi, Griego, and Morgan 2002) , will influence transfer. If the learner believes his or her efforts will result in desirable outcomes, the more motivated they are to learn and, thus, the more likely they are to transfer . Also important is the existence of problematic group norms which create resistance to learning transfer (Heaven, Clegg, and Maguire 2006; .
Often considered the most critical workplace factor is the nature of supervisory and managerial support (Burke and Hutchins 2007) . Supervisor familiarity with learning program content is important (Austin et al. 2006 ), yet difficult to achieve in the graduate context. Establishing short and long term learning objectives which flow on from and capitalise on degree program content, including discussion on obstacles in the attainment and application of learning and identifying suitable coping strategies (see Kirwan and Birchall 2006) , are critical. Feedback on learner efforts in applying learning in the workplace (Burke and Hutchins 2008) -including peer feedback (Lim and Morris 2006) ; facilitating a locus of control; flexibility in achieving outcomes and encouraging a sense of ownership in work (Awoniyi et al. 2002) are all important.
Collaborative networks, such as communities of practice and access to peer support in the workplace, determine transfer (Hawley and Barnard 2005) . Interventions such as coaching, buddy systems and mentoring which facilitate feedback and reflection on the process of skill application are also beneficial (Thach 2002 ). Finally, a learner's capacity to transfer is critical and includes a reasonable workload which facilitates experimentation, flexibility and reflection on performance (Broad and Newstrom 1992) ; sufficient mental, emotional and physical resources for creativity (Awoniyi et al. 2002; ; opportunities for practicing newly acquired skills (Chiaburu and Tekleab 2005) ; and flexibility within the organisation to apply new processes (Lim and Morris 2006) .
Method

Participants
The sample comprises 674 individuals who graduated from one of 39 Australian business undergraduate degree program within the previous three years. This time lag was considered acceptable to allow graduates sufficient opportunities to use their skills and accurately rate their workplace performance (see Taylor et al. 2009 ). All were based in Australia and working in a full-time role. A summary of their work background and demographic characteristics are provided in Table Third, professional associations publicised the survey through electronic mail to relevant members. The percentage of the sample recruited from the three sources, namely direct contact with Australian graduate employers, university alumni body and professional associations is unknown. This cannot be deciphered, given the anonymity of the participants reached using the latter two methods and the possible overlap of targeted graduate employers and professional association member/alumni respondents.
Snowball sampling was selected in order to access the often 'hidden' business graduate population. Although this sampling strategy has associated concerns with selection and gatekeeper bias (Atkinson and Flint 2001) , this was minimised as recruitment by the initial point of contact -who were not respondents themselves -did not depend on their subjective choice of participants. Instead, recruitment was based on objective criteria, that being graduation from a business-related degree within the past three years and working full-time within the participating organisation. A blanket call was made by HR personnel using electronic email to suitable participants, using databases of graduate recruits, or to their direct line managers/supervisors. Table 2 summarises the different sections and questions, predominantly closed, which comprise the survey. The opening section captures data on respondents' relevant demographic and work background characteristics, followed by data on the dependent skill transfer construct then on the independent variables of learner, program and workplace characteristics.
Measures
[Insert Table 2]
Dependent Variable
The dependent transfer construct is assessed by measuring the degree to which graduates perceive they are able to successfully apply their skills in the workplace. This aligns with Baldwin and Ford's (1988) assertion that for transfer to have occurred "learned behavior must be generalised to the job context and maintained over a period of time on the job" (63).
Measures for oral communication skills derive from a competency framework of twenty skills and 45 constituent behaviours developed by Jackson and Chapman (2012b) . This framework has been adapted to underpin an employability skills program in an Australian university and the survey items are based upon rubrics which identify sub-behaviours within the behaviours comprising the skill set. Each candidate was asked to rate, on a scale of one to seven, the level best describing their ability to perform behaviours relating to oral communication at both graduation and the time of completing the survey (up to three years since graduation). A rating of one indicates an inability to perform and seven an expert who is able to teach the behaviour to others. Alpha coefficients are indicated in Table 2 and all, with the exception of feedback at the time of graduation, exceed .70. This threshold is widely considered an indicator of reliability although values above .60 are also deemed appropriate for exploratory studies (Hair et al. 2010) .
Independent variables
Learner characteristics, as per the hypothesised model, were not predicted to form a latent construct. This was apparent in Holton et al.'s (2000) development of the Learning Transfer System Inventory (LTSI), a relatively established instrument for measuring training transfer.
The Big Five personality dimensions were assessed using a brief, yet valid, Ten Item Personality Inventory (TIPI) (Gosling, Rentfrow and Swann Jr. 2003) . Related work experience is measured by the number of months worked on a full-time basis since graduation.
For both learning program and workplace characteristics, respondents were asked to indicate, on a scale of one to seven, the extent to which they agreed or disagreed with the items relating to the learning program and workplace constructs (see Table 2 ). Items were developed from extant transfer literature with particular consideration of the graduate context. The survey instrument was pretested among a small sample of business academics to assess content validity and integrity. Some minor adjustments to the wording of certain questions were made based on their feedback.
Prior to analysis, data screening indicated all measures were within 'normal limits' for kurtosis, index of less than 10, and skew, statistic less than 5 (see Curran, West, and Finch 1996) . Stem and leaf and box plots indicated normality across the variables. A Mahalanobis distance was applied for assessing multivariate normality and three problematic observations were removed.
Results and discussion
Research objective one
The mean scores and standard deviations for graduate perceptions of their ability to apply oral communication skills in the workplace at both their time of graduation and post-graduation are presented in Table 3 . T-tests indicate -as expected -graduates perceive they are better able to perform these skills after a period in the workplace, confirming the value of related work experience in skill application and performance. [Insert Table 3] A repeated measures ANOVA was conducted for age, sex, industry sector, work area, and organisation type to test for differences in graduate ability to apply skills at the two different time points, based on their personal and work background characteristics. There were no significant results for the between-subject main effect (that of the defined characteristic on skill application) or within-subject interaction effect (difference in skill application at and post-graduation attributed to the defined characteristic) with the exception of a significant main effect for work area, λ=. 941, F(24,2317.629 (Kelloway 1996) , a range of model fit indices were computed, in combination with assessing changes in chi-square results. Concerns for the combined use of CFA and SEM (Noe 2000) are acknowledged yet substantial theory supports the use of an a priori model. The sample size (n=674) exceeds Kline's (2005) recommended ratio of ten participants to every parameter.
Confirmatory Factor Analysis
Exploratory factor analysis confirmed the collection of examined learner characteristics did not emerge as a second-order factor. In regard to the TIPI scales for measuring personality, alpha coefficients for the five domains ranged from .405 upwards. Gosling et al. (2003) acknowledge that TIPI scales often produce "unusually low internal consistency estimates" (516) due to the small number of items and their efforts to retain content validity. The tenitem scale provides an example of the trade off between a scale's length and internal consistency (Furnham 2008) . As predicted, all variables relating to learner characteristics will load independently onto the skill transfer construct. These variables do not belong to a latent construct and were therefore not included in the measurement model. 
Structural Equation Modelling
An initial structural model, including the five personality domains with direct causal relationships to skill transfer, was created and tested. 'Agreeableness' and 'Emotional Stability' had insignificant regression coefficients and produced a poorly fitting model so were removed from the analysis. Type I error, rejecting an acceptable model, is significant for chi-square tests with large samples and differences in the data may actually be unimportant (Gulliksen and Tukey 1958) .
The normed chi-square (χ 2 /df) value of 2.169 falls considerably below the recommended threshold of 5 (Wheaton et al. 1977 ) and the CFI value of.966, SRMR of .041 and RMSEA of .042 are all below recommended levels.
In conclusion, the model provides a good representation of the data. The estimate of squared multiple correlation (SME) for transfer is .326, meaning the predictors in the proposed model explain 32.6% of its variance. Assuming the model fits theory, a threshold of .3 is considered acceptable for maximum likelihood estimation (Winter and Lockwood 2005) . SMEs for the independent factors range from .421 to .679 and represent a measure of their predictive power. Further, the standardised residuals do not exceed the recommended absolute value of four (Hair et al. 2010) .
Learner characteristics. In regard to the relevant influence of the different factors on skill transfer, learner characteristics play a significant role. The three personality domains and the learner's related work experience are all important to skill transfer. 'Openness to experience' refers to intellect and is associated with being "imaginative, cultured, curious, original, broadminded, intelligent and artistically sensitive" (Barrick and Mount 1991, 5) . They suggest this domain identifies those who are "training ready" (19) while Herold et al. (2002) found openness enabled trainees to acquire skills faster.
'Extraversion' refers to high self-esteem, ambition, taking initiative and being sociable, gregarious and active (see Barrick and Mount 1991) . They found extraversion and openness both significant predictors of training proficiency, equating to the strong propensity to learn also identified by Naquin and Holton (2002) . Thoms, Moore and Scott (1996) found a significant correlation between extraversion and self-efficacy, the latter broadly acknowledged as a strong predictor of transfer (Chiaburu and Lindsay 2008) . Interestingly, Nicholson et al. (2005) found a clear pattern for risk propensity which combined high extraversion and openness with low levels of neuroticism, agreeableness, and conscientiousness.
Conscientiousness, described as "the most important trait-motivation variable in the work domain" (Barrick, Mount, and Strauss 1993, 721) , is associated with being disciplined, persevering, achievement oriented and systematic (see Herold et al. 2002) . There is some evidence to suggest conscientiousness impacts certain transfer outcomes (see Burke and Hutchins 2007) and small group learning which incorporates peer feedback and reflection (see Micari et al. 2010 ) and substantiates transfer literature's heavy focus on how students learn rather than what they learn. These all combine to build on students' meta-cognitive skills, considered vital for transfer (Bransford and Schwartz 1999) . There is significance evidence to show that networking with peers and sharing ideas on curricula content impact considerably on transfer (see Burke and Hutchins 2008) . Heaven et al. (2006) advocates students first review their own performance before receiving objective feedback to promote transfer.
Workplace characteristics. Short and long term goal setting and the identification of future training needs; feedback on performance and skill application; and access to role models, mentors, buddies and coaches to assist with skill application have the highest loadings onto the workplace construct. Avenues for peer collaboration are also important, suggesting those factors which directly impact on individual job design -rather than organisational climateare critical to skill transfer (Kupritz 2002 ). This aligns with literature's profound focus on the broad influence of supervisory and peer support and the need to provide continuous feedback and guidance to learners.
Multi-group analysis.
Multi-group analysis on a number of demographic/work background variables was conducted to check the robustness of the model across different groups of graduates. Factor loading invariance was first assessed then the interaction effect of organisation type; work area (finance or non-finance); work-integrated learning (WIL) completion as part of degree studies; time since graduation; time spent in current job role; and sex on skill transfer. There were no significant changes to the model for any of the specified variables. This underscores the robustness of the model and suggests a generic model of transfer despite diversity in individual's demographic and work background characteristics.
These findings counteract Holton et al.'s (2003) who found differences in the impact of certain variables on transfer for employees in profit and not-for-profit organisations.
Differences among industry sectors have also been detected (McDonnell, Gunnigle, and
Lavelle 2010) yet were not examined here due to significant disparity in group sizes. The lack of variation among groups who graduated at different times and with different experience levels in their current role, confirm transfer is not simply a function of time (Heaven et al. 2006 ). Specific to the transfer of communication skills, findings have some alignment with Bandura's (1997) model which advocated self-efficacy, outcome expectancy, and workplace support all enhance transfer outcomes.
Research objective three
Interventions for enhancing graduate skill transfer can be teased out from the results. Practical strategies, rather than abstract principles such as those developed by Haskell (2001) , are lacking (Holton and Baldwin 2003) , particularly for graduates, although Burke and Hutchins (2008) provide an excellent summary of best practice for training transfer.
Graduate employers
The model implies a number of action points for graduate employers. First, given the estimated effects for feedback, goal setting and role models, is the importance of introducing mentoring and buddy schemes for new graduates. Although this is now common practice (AAGE 2011), it is important these schemes attend to the process of applying skills in the workplace. Employers must ensure graduates are able to negotiate meaningful learning goals with their mentors, role models or supervisors and that feedback is systematically incorporated into performance management processes. This should, however, go beyond a formal, summative process and extend to regular, informal feedback which addresses skill application and capitalises on degree program learning. The point of difference for employers may be shifting their focus from performance management approaches which are outcomesfocused rather than process-oriented.
Employers should understand the longer the period of related work experience, the more able graduates are to apply their skills. This may have implications for graduate programs which are often structured into short (four to six months) rotations across a range of different contexts (AAGE 2011). Also important, denoted by the effect for collaborative work environment, is establishing avenues and networks for peer collaboration which enable discussion on the development and application of relevant skills (Austin et al. 2006; Heaven et al. 2006 ). This could mean forums and workshops, online collaboration -such as wikis, discussion boards and/or blogs -and resources for employability skill application in a virtual area dedicated to new recruits. Such initiatives are emergent yet appear to focus more on streamlining graduates into organisation culture than specifically addressing skill application issues and concerns. Nurturing knowledge creation and information sharing through flat organisational structures (Kontoghiorghes 2004) and performance management systems which encourage peer appraisal and reciprocal support (Chiaburu and Marinova 2005) would also prove valuable.
The absence of negative group norms and establishing a climate which nurtures change will facilitate the transfer of valuable skills acquired during degree programs. In alignment, and to harness the estimated effect for flexibility, sufficient time should be allowed for graduates to practising acquired skills, reflect on their performance and apply their skills in a more innovative way, before they progress to their next rotation. Encouraging, through formal policy and informal supervision, a job design with manageable workloads and facility for experimentation and autonomy in achieving work outcomes will enhance transfer (Awoniyi et al. 2002) . Rewards for innovation and enhancing the knowledge economy will not only encourage transfer but also improve organisational performance; performance management systems should therefore be based on effort, rather than simply results (Chiaburu and Marinova 2005) .
For those in graduate recruitment, the estimated effects suggest better transfer outcomes for individuals with higher scores in 'extraversion', 'openness to experience' and 'conscientiousness'. This supports incorporating personality measures into graduate recruitment and selection processes (Furnham, Chamorro-Premuzic, and McDougall 2003) or at least ensuring the assessment of key aspects of the three domains -intellect, confidence, ambition, innovativeness, sociability and discipline -is standard practice. Significant evidence these three domains are highly correlated with management readiness ( Findings also suggest incorporating active and collaborative learning into employability skill development is essential for transfer, as is teaching underlying theory for the targeted skill, explicitly imparting each skill's relevance by relating them to career objectives, and developing learning contexts which emulate the workplace environment. Ettington and Camp (2002) provide some interesting strategies for establishing similarities between small groups operating in the learning and workplace contexts. Enhancing undergraduate understanding of the different types of work groups, and the one which they are specifically emulating, may help with skill acquisition and transfer. Authentic learning, and the use of 'real' workplace projects, is also increasingly acknowledged as highly beneficial to student learning ( 
Graduates
Making graduates aware of the concept and importance of skill transfer is the responsibility of higher education. Helping students understand and appreciate those factors which influence skill transfer is critical (Haskell 2001 ) and will assist their career progression, lifelong learning, and productivity. Learners must also take responsibility and nurture relevant aspects of their personality through education, work, and social experiences which enhance skill transfer.
Limitations of study
This study represents an important research effort of an area notoriously difficult to measure (see Blume et al. 2010 ) and, for the graduate context, lacking in empirical grounding. There are, however, a number of limitations to the study. First, it is sample specific and would therefore benefit from cross-validation with a different sample of graduates. The 674 individuals form only a small proportion of the total number of students who graduated between 2009 and 2012, highlighting the need for caution when generalising the results. The sample is, however, not a single source and its diversity creates a rich data set. Examination of a broader set of employability skills, in addition to comparing with core disciplinary skills, and cross-disciplinary analysis, beyond the field of business, would add weight to the model.
Third, it is important to acknowledge concerns for common method variance (Podsakoff et al. 2003 ) with data gathered from the same source, using the same method and at the same time.
Self-report data may attract upward bias (see Fulmer and Frijters 2009) , often due to high social desirability (Podsakoff et al. 2003) . There is, however, no evidence that learners are unable to accurately report on skill transfer (Chiaburu and Marinova 2005) and no need for graduates to impress supervisors/managers in this particular study. Evidence of construct and divergent validity may counteract concerns with using the self-report data. Finally, the study concerns the perceptions of individuals rather than a 'hard' measure of transfer per se.
Unlike other studies (Baldwin and Ford 1988; Lim and Morris 2006) , participants' transfer outcomes at pre-, immediately post-and other times following training, in this case the degree program, are not obtained. Although the benefits of this research framework are duly noted, it would be difficult to implement such a longitudinal 'tracking' study of a large number of graduates. Also, participants did not all graduate at the same time so there is not a absolute measure of 'time 1' and 'time 2', as achieved in some corporate training studies (see Lim and Morris 2006) . The possibility of 'recall error', when participants rate their ability for both present and graduation time points, should be acknowledged. In terms of effect sizes for transfer outcomes, some argue self-report data will inflate ratings, a longer lag time will reduce ratings and measures of job performance produce lower ratings than those related to training content (see Farrington 2011) . For this study, the interplay of these factors may counteract significant bias in one direction. Finally, the survey instrument was comparatively simple with some single-item measures given the difficulties in recruiting business graduates for complex and time consuming studies.
Conclusion and future research
This study has explored and modelled far skill transfer in graduates, an important determinant of graduate employability (see Jackson 2013) . teaching theory which underpins the skills; and developing similarities between the learning and workplace contexts. Although some of these may be well-versed in higher education, this may apply to developing technical expertise rather than employability skills.
Important workplace characteristics range in effect size, the most influential being access to role models, followed by performance feedback, goal setting, mentoring, peer collaboration and supervisory support; and working in a climate which supports change and encourages flexibility. Again, some features could already exist in graduate programs yet may focus on enhancing skill performance outcomes, rather than assisting graduates with the process of applying skills in different contexts. Stakeholders actively implementing intervention strategies, and continuously reviewing their impact and success as with any continuous improvement cycle, are critical steps in enhancing graduate transfer and alleviating documented skill gaps. Ultimately, graduate employers will maximise their investment return on recruited graduates; aligning with Grossman and Salas' (2011) assertion that organisations implementing human resource practices to promote transfer typically outperform those who do not. Educators will better meet industry calls for high-performing and work-ready graduates and graduates will benefit from career progression and intangible rewards for successfully applying their skills and knowledge in the workplace.
The study also highlights some pathways for future research. A study which differentiates vertical transfer -where simple skills are mastered first then students naturally progress on to more complicated content -from lateral transfer, where students may be mastering a number of more complicated skills simultaneously (Gagné 1965 Future studies would benefit from using samples with a longitudinal dimension where individuals are observed at different points in time. Further, results could be triangulated with data gathered among managers and/or supervisors of the surveyed participants. Benefit would also be gained from further investigation into the effects of age, organisation type, industry and gender and interaction effects between individual, program, and workplace characteristics, as well as gender. Gathering data on best practice in intervention strategies in both the workplace and higher education is also important (Major et al. 2007) , particularly in times of economic flux and intense global competition. Although some contest the best-practice approach in HR, opting instead for a contingency model (Burke and Hutchins 2008) , the generality of the transfer model augments recommended standard interventions for all organisation types.
Constructing competing models of skill transfer, and comparing them for parsimony and fit using, for example, the Akaike Information Criterion (Schermelleh-Engel, Moosbrugger and
Müller (2003) would enrich the modelling process further. SEM does not investigate causality (see Hair et al. 2010 ) thus future study could further test the proposed model, and alternatives, through randomised control which compares graduates receiving the proposed intervention strategies and those which are not. This would inform policy recommendations for enhancing transfer in graduates and, ultimately, their employability. Skill relevance I felt these communication skills were relevant and important when I was learning them university. Learning objectives I was given specific and explicit learning goals for these communication skills.
Collaborative learning I acquired these skills in a collaborative environment, i.e. in small group learning scenarios with peer feedback. Reflection I was encouraged to reflect on my performance in these skills and the strategies I could adopt to improve in them. 
Workplace characteristics
